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ABSTRACT
U

This paper is a description and discussion of a project which incorporates the design for a
story-based cultural investigation, based principally on the synthesis of teaching
methodologies such as Collaborative Learning, Reader Response Theory and Alternative
Assessment and their application to a series of stories. The cultural investigation relies
on the application of a five-point graphic model, adapted from the book Teaching Culture:
Perspectives in Practice by Patrick R. Moran, which analyzes culture in terms of persons,
products, practices, perspectives and community. The paper presents the process by
which this project was developed, piloted and assessed, as well as detailed plans for a
learner-centered investigation focused on identifying the culture-specific information and
perceptions embedded in stories. Suggested texts, teaching materials, worksheets and
assessment suggestions are also included.
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INTRODUCTION
U

This paper is a description and discussion of a project I undertook in the school
years of 2004-2006, immediately after finishing the second term of the SMAT program.
It presents the design for a story-based cultural investigation, based principally on
synthesis and application of ideas acquired during graduate study at SIT, particularly
from the course on “Intercultural Communication”. The investigation focuses on
identifying the culture-specific information and perceptions embedded in stories, whether
presented through text or film; on recognizing the element of conflict as essential to Story
and inherent in the relations between individuals and their communities; on providing
tools to learners to appreciate the similarities and differences between their own cultures
and others; and on providing learners with a safe framework for investigating the
potential for conflict between individuals and community in their own culture.
During the summer of 2003 I discovered that culture is part of language teaching.
Since I’ve been an EFL teacher since 1988, it may seem that I came to that awareness
rather late. However, even now there are no points granted for cultural knowledge on the
high-stakes matriculation exam in English that my graduating 12th-grade girls are
P

P

required to take, while reaching the required level of mastery in the four skills in English
is a formidable challenge for most, so I hope I may be excused.
Not that I was completely oblivious to culture: as a native English speaker in a
traditional, rural Arab community I’ve always thought of myself as a “culture carrier”.
But if you’d asked me how I carried that culture, I would have said by some sort of
osmosis, something in the air around me, the way the air around a pizzeria carries the
aroma of Italian cooking. It never occurred to me to explicitly teach any aspect of culture,
any more than it occurred to me to teach my children to discern the fragrances of oregano
and parmesan wafting from Domino’s in the Food Court.
Then came the discovery, the outcome of introduction to Intercultural
Communication at SIT, and for me it was little short of earth-shaking; something akin to
discovering that chocolate actually has nutritional value. I learned that in many EFL
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contexts, it was not only acceptable but actually required to include a component on the
culture of the target language as part of an English language course. Furthermore, I
learned that overt cultural investigation was not a minefield to be avoided, but a goldmine
of language learning opportunities to be freely exploited, and it was at this point that I
decided to make my IPP an exploration into ways of integrating cultural awareness with
the development of language skills required by our curriculum.
Overview
U

This paper presents the entire development of this project: the personal
circumstances, curriculum goals and teaching context which gave rise to the need for
such a project; its metamorphosis from a series of text-based activities focused primarily
on reading literature to a “story”-based unit integrating the four skills; the techniques
used to develop awareness of the cultural features of “story”; and step-by-step lesson
plans for three specific stories. RWorksheets,
ً
handouts, and samples of texts, vocabulary
R

lists and learner responses are included in the Appendices.
Intended Audience
U

While I designed this teaching strategy to meet the needs of a particular group of
learners at a particular spot on the globe, I would like to consider it useful for other
teachers of English as a Foreign Language in various academic contexts, perhaps more so
for teachers who don't share the same cultural background as their learners. High school
and university teachers at institutions where literature-as-culture forms part of the
curriculum may wish to include it in their repertoire of techniques; it should also prove
useful in courses where reading provides the stimulus for the development of discussion
skills.
Teaching Context
U

Over the course of two school years, I piloted a draft and then revised version of
this project in two 11th-grade classes at Khadija Bint Khuwaylad High School for Girls in
P

P

Um El-Fahem, Israel, where I’ve been teaching since 1992, except for a three-year hiatus
from 1997 - 2000. In these classes I have the privilege of working with young women
from a conservative, largely rural Islamic community, which is furthermore a somewhat
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disenfranchised minority community within the Jewish State for whom learning English
is both an imposition and a requirement for access to education and jobs. Although
opportunities for travel and employment are very limited, these girls are on the whole
highly motivated, open-minded, and eager to grasp every opportunity that communicative
skills in English ( as well as advanced technology) afford them of access to the world
beyond their immediate reach. While learning English is empowering for all who aspire
to participate in the global community, it is much more so for this particular population.
Without relatively advanced skills in English, particularly academic reading, they are
denied the access to the secondary education which enables them to earn the respect of
and compete with their male counterparts locally, and the Jewish majority nationally.
Within this socio-ethnic context, my school is the only public school for Muslim
girls in the Israeli educational system; all other such schools are parochial. This
exception to the policy that all public schools should be co-educational was made to
address the very high drop-out rate of girls after the 9th grade, imputed to the
P

P

unwillingness of religious families to have their teenage daughters mix with boys in high
school. The resulting student body is unusual in that it is homogeneous with regard to
gender, ethnicity and religion, but highly heterogeneous in terms of academic ability
(parochial schools are selective) and socio-economic status (parochial schools charge
tuition.) This requires us as teachers to develop tools that are flexible and adaptable to a
wide range of learning styles and abilities, but also provides us with a unique opportunity
to look at issues of particular interest to young women.
Personal Background
U

As one of only a handful of foreign non-converts permanently residing in this
otherwise homogeneous Islamic society, I tend to be obsessive about not treading on any
toes. I'm the only native speaker of English on the staff of my school, or any other Arab
school that I know of in our part of Israel (known as the "Muthalath" or Triangle, just
south of the Galilee). I am also a minority in my own household; my husband and three
children are all practicing Muslims, and finding a way to balance my own needs for
individual expression and understanding with respect for the community at large has been
not only an educational technique but a survival skill. Consequently, I see this project

3

not merely as a pedagogical tool but as a safety mechanism. Focusing our attention on
authors who represent neither my own (American) culture nor theirs enables my learners
and me to investigate universal experiences and values, while protecting each side from
any sensitivity about being imposed on by the other. Meanwhile, the repeated
application of a graphic organizer, the Culture Analysis Model, deflects the vehemence of
the verbal to the more detached objectivity of a geometric shape. These two features, as I
see it, safeguard the participants against any subconscious desire to manipulate the
pupils’ cultural investigation according to my, or any other teacher’s, own personal
agenda.
What I hoped to accomplish through this project is a technique for guiding my
learners toward discovery of the great variety of practices and beliefs in this world, and
appreciate some of the reasons behind the differences, while helping them to articulate in
English their personal attitudes towards some of the practices and beliefs of their own
society: all this while avoiding causing offence at any cost. Dr. Leslie Turpin of SIT
helped me name what I was trying to do – use the “remote” as a safe vantage point from
which to study the familiar. To me this basically means triangulating my own outlook
and experiences with those of my learners through mediation of a disinterested third party,
a writer whose story is not about me or mine, them or theirs, but whose story helps us all
understand ourselves and our place in the world more clearly, while still teaching us
about “the other”.
Purpose
U

In this sense, my personal background and purpose are barely distinguishable
from each other. However, my purpose can be summarized as follows:
To provide an opportunity for learners to indirectly investigate their own culture,
reflected back on them, so to speak, from different angles, from different perspectives
around the world.
To provide learners with a framework within which to analyze their own personal
experience, and help them develop an understanding of the universality of human
experience underlying common literary themes, as well as a more introspective,
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questioning attitude about the factors affecting the decisions young people, and in
particular young women, make as they grow up.
To develop a project whose content would be so close to home, so engrossing, that
learners can (at least temporarily) forget its ostensible purpose as a vehicle for
English language learning, and so facilitate “acquisition” of the language needed to
carry out these investigations, rather than merely “learning”, according to the
distinction made by Krashen.
Goals of strategy
U

In general, the cognitive goals I had in mind are increased proficiency in the four
skills, awareness of the range of literary styles across the English-speaking world, and
awareness of cultural differences as well as universal themes. Affective goals include an
increased appreciation for the artistic, in addition to the merely functional, value of the
English language, and increased enjoyment in reading English for pleasure as well as for
information. Social goals involve developing organizational skills, mutual support and
trust within the group, and a deeper appreciation of the value of teamwork.
A more detailed list of goals is itemized below; these apply to each cycle in the unit:
•

to enjoy the English language for its own sake, rather than viewing it simply as a
means to an end (e.g. to pass an exam)

•

to appreciate how a mastery of the English language empowers human beings to
cut across cultural and linguistic barriers

•

to appreciate that a well-told story is a cultural construct as well as a work of art

•

to appreciate how working together and sharing ideas broaden and enrich an
understanding of texts and ideas

•

to appreciate the universality of literary themes

•

to help learners develop their own voice for expressing their attitudes, values and
aspirations
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Measurable objectives include:
•

Mastery of selected vocabulary and grammar structures presented in each text

•

Development by the learner of a portfolio of personally relevant written work on
literature and culture for the purpose of self-assessment

•

Development of critical thinking skills, expressed in progressively more sustained
and sophisticated oral and written presentation

•

Increased awareness of cultural themes and commonalities across cultures,
expressed through oral and written presentation.

•

A heightened spirit of inquiry, expressed through oral and written presentation. In
particular, evident willingness to speculate on the “insider” perspectives
underlying practices that seemed “strange” or “unreasonable”.

•

Ability to use a sociological model, in this case, the Culture Analysis Model, to
examine cultural phenomena

•

Increased awareness of the essential role of conflict in “story”, as well as the
potential for conflict inherent among the various elements of culture.
I must emphasize at this point, however, that direct cultural comparison was

not an explicit objective. In keeping with the fundamental principle of respecting
learner’s opinions and not forcing them to confront issues that might make them (and
me) uncomfortable, I left it to the individual groups and learners to make personal
and cultural connections only if they chose to do so. In the menu for each final task,
the option of comparing/contrasting issues raised in the story was provided. Many
learners expressed interest in observing connections between their own cultures and
those of the characters, but these connections were at many different levels. Some
learners made what might be considered merely superficial connections (‘Both of us
have to sweep the floor, but she has to cook while I don’t’, etc), while others found
connections at the personal, political and religious levels. One learner surprised me
with a very overt political connection that she perceived between her own community
and the Maori community of New Zealand:
“The people who were born particular region [sic] would know about it more
than anybody else, and they have life story, life history, glory of belonging to
their ancestors and region more than people who come to this area by accident,
I tell you so because I’m Arab, Palestinian whose origin is from Palestine, our
6

region and country. The Arabs are the original population, so they have an
eventful life history, so we can show that in movies films, plays easily,
because we know our origin….”
All decisions about how far to take the cultural investigation and at what level
connections could be made were left entirely up to the learners collectively and
individually, depending on their comfort zone and readiness to take risks.
Choice of techniques
U

This project integrates teaching techniques, assessment techniques and learning
materials from a variety of areas, specifically:
Investigation of culture and conflict through a selection of stories from across the
English-speaking world
The application of a graphic model for cultural analysis, adapted from Dr. Patrick
Moran’s 5-point model (Moran 2001, 23)
Principles of Cooperative Learning, adapted from the application presented in the
book Literature Circles: Voice and Choice in book clubs & Reading Groups by
U

U

Harvey Daniels. Specifically this means formation of small, temporary discussion
groups meeting at regular intervals to conduct “open, natural conversations about
books” (Daniels 2002, 19) with the teacher serving as a facilitator. Learners use
TP

PT

“written or drawn notes” to guide their discussion, adopt specific roles within the
group, and share their conclusions with classmates.
Principles of Alternative Assessment, particularly the use of portfolio and selfassessment: rather than being tested on their participation in the project, learners
produce a body of work meeting agreed-upon standards, which includes a selfevaluation of the contents.
The theory of Multiple Intelligences: this is the idea that, rather than being “a uniform
cognitive capacity that people are born with”, intelligence is “the ability to create an
effective product or offer a service that is valued in a culture” or “a set of skills that
make it possible for a person to solve problems in life.” (Thirteen Ed Online 2006)
These abilities can be musical, athletic, artistic, social or emotional skills as well as
traditional academic ones.
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Reader Response Theory: “The Expanding Canon” online provides the most succinct
definition of Reader Response Theory as it applies to this project: “…the notion that
learning is a constructive and dynamic process in which learners extract meaning
from texts through experiencing, hypothesizing, exploring, and synthesizing…”; an
approach which
…encourages learners to be aware of what they bring to texts as readers; it helps
them to recognize the specificity of their own cultural backgrounds and to work to
understand the cultural background of others... Rather than relying on a teacher or
critic to give them a single, standard interpretation of a text, learners learn to
construct their own meaning by connecting the textual material to issues in their
lives and describing what they experience as they read…Through interaction with
their peers, learners move beyond their initial individual reaction to take into
account a multiplicity of ideas and interpretations, thus broadening their
perspective. (Mora & Welch 2006)
The Pre-, During-, and Post-Reading model for designing text-based lesson plans: in
alignment with “schema” theory, this model involves activities which activate
learners’ existing knowledge and attitudes about the topic to be studied, activities
which involve them in comprehending and manipulating the text as they read, and
summative tasks which allow learners to respond to the reading as well as allow
teachers to assess the effectiveness of their reading.
Implicit rather than explicit grammar instruction: this involves drawing learner
attention to grammar forms without presenting the specific rules that govern the
forms.
Some of these choices are expanded at greater length below. However, at this
point it’s worth mentioning that the decision to apply Reader Response Theory was made
to allow learners to approach each text from their own perspectives rather than imposing
any “correct” interpretation. The advantages of the “Literature Circles” framework are
that it encourages learners to interact with a text and share and discuss their
understanding and interpretations; gives learners some idea of the range of responses
generated by a single text; creates an atmosphere of appreciative consideration of all
ideas presented; and encourages risk-taking and “thinking outside the box”. 1 Regarding
TPF

1

FPT

One of my learners wrote in a reflection paper (language unedited): “At the beginning of the year I didn’t
know how to adjust with this new people. I was shy and timid, but in the English lessons it’s has
changing…[our relationships] became stronger that the beginning of the year. The learners in my group
TP

PT
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implicit grammar instruction, I specifically do not want my pupils to associate literature
in their minds with grammar exercises, although for each unit there is a grammar focus.
Alternative assessment was adopted to avoid the association of literature with test-based
anxiety, to encourage risk-taking, and to encourage the learner to focus on the
organization and support of her ideas rather than linguistic accuracy, although this was
provided for to a degree by requiring at least one revision of all written work.
Process of developing lessons / strategy
U

When I started out at the beginning of the school year, I had a fairly ambitious
“short list” of texts in mind for the school year, but this was whittled down to three by
practical concerns; in particular, I could only dedicate about 40% of class time to this
project, due to the need to balance it with explicit grammar instruction and work with
academic reading and test-training. (For these objectives I confined myself to a Ministry
of Education-approved textbook.)
Even after making my “final” selection I still had to fundamentally revise it in
light of alterations to the lesson schedule, student response, and an evolving vision of
what the project was about. For example, when I first conceived this project, including
“Marriage is a Private Affair” by Chenua Achebe was a given. Previous classes had
enjoyed this story and I already had some activities developed for it; I never considered
excluding it, and intended to use it as the third text in the cycle. However, some learners
had difficulty with both the linguistic and cultural complexities of the second text, the
excerpt from The Joy Luck Club, and I was worried about losing their enthusiasm for the
U

U

cultural investigation. Also, the main characters in the story are men, and it would have
shifted the over-arching theme to the conflict between traditional and modernizing
worldviews, rather than “growing up a girl” in a society engaged in such a conflict.
Therefore, I decided to replace it with the movie Whale Rider. This led to a whole new
set of complexities: it’s not a “text” per se; I had never used a movie in class before- (I
had to convince the headmaster to purchase a DivX player for the school); and activities
had to be developed which would link it into the pre-, during-, and post-reading format of

(stories, literature) were perfect our share ideas our thinking we were completing each other. We are like
one. It’s really the most remarkable experience.”
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the previous cycles and justify its inclusion in a literacy project. In hindsight I see this as
a fortuitous turn of events, but I would really have liked an African voice. More
fundamentally, this substitution converted my vision of the investigation from one that is
text-based to one that is story-based.
Besides identifying stories that would both meet my criteria and hold learner
interest, one of the key challenges in designing this unit was to achieve a balance between
my several goals: between giving the learners leeway to respond personally to the texts
while accurately describing and understanding the culture embedded in it; between
honoring a text as literature and analyzing it as a cultural product; between developing
learners’ language skills and doing justice to the depth of the topic; between maximizing
participation through group work and allowing thoughtful individual responses. In
hindsight I think some of these goals may be mutually exclusive, even paradoxical; trying
to balance these paradoxes remains key to the ongoing assessment and evolution of this
project.
Another familiar problem I faced when designing each cycle of the project was
how to achieve a balance between depth and momentum. Although the classes I worked
with are classified as “intermediate” and are culturally homogeneous, learners exhibit a
wide range of learning styles, abilities to deal strategically with new concepts, and study
skills. For example, the first class I worked preferred more kinetic, lively activities,
while the second tended to be more reflective as well as more verbal. For each cycle I
tried to include a sufficient number and variety of activities to ensure comprehension,
appeal to a wide range of preferences, and allow maximum language reinforcement,
while at the same time keep things moving fast enough for more advanced learners not to
get bored.
Reviewing and analyzing the data from the first year’s application was the most
significant step in developing the lesson plans as they are presented here. During the
initial pilot, formal discussion groups were introduced only for the movie Whale Rider;
for the reason that this story is “told” rather than written and therefore lends itself more
naturally to verbal activities; and in order to maintain continuity and coherence, given the
absence of a text that could be reviewed as necessary. The results of this modification
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were so satisfactory to both me and the learners that I adapted it to the text-based cycles
of the project as well. In addition to restoring the skills of Speaking and Listening to a
level of equality with Reading and Writing, this modification also repairs the
superficiality of approach and gaps in comprehension I observed in the previous cycle; it
helps keep learners engaged while working with one story long enough to think about the
deeper questions.
Another major revision to the initial strategy was the development of a totally
separate unit for teaching the Cultural Analysis Model, rather than incorporate its
introduction into the first story cycle, and also to bring forward the application of the
model from the “post-reading” stage of each cycle to the “during-reading” stage. As I
originally conceived of it, the Model occupied the space between comprehension and
response, and was therefore used to summarize and interpret a story, rather than help
shape learners’ emerging understanding of the story. However, after analyzing the first
year’s data, I was most disappointed by the failure of learners to apply the model
consistently. In their writing tasks, these learners often did attempt to explain cultural
practices but they were equally likely to describe these practices as “weird,” “strange” or
“exotic”. I noticed also that the degree to which they were prepared to justify a cultural
practice that they found unacceptable depended on how sympathetic they felt toward the
character involved in the practice. For example, many found the character of Koru in
Whale Rider easier to identify with than the character of the mother-in-law in “The Red
Candle”. In these cases they were responding to the tone of the narration, rather than
trying to look objectively at the practice as a cultural phenomenon. This is a primary
illustration of the difficulties I had balancing response to literature with cultural
investigation. In short, my learners didn’t learn to apply the “discipline of separating
description from interpretation”, which is a “fundamental competence in culture
learning” (Moran 2001, 43) with any consistency.
Working with the model from an earlier point in each cycle, thus allowing more
time to discuss it, has improved learners’ understanding of the model’s function, enabled
them to master its application more fully, and enriched discussion of the cultural
dimensions of each story. Another solution that has emerged is to separate more formally
the identification of “perspectives” from the identification of products, persons, and
11

practices, and to deepen and lengthen the whole-class discussion of perspectives before
asking learners to write their personal responses. The “vocabulary review” activity thus
replaces the Model as the penultimate activity of each cycle; this makes a pleasant change
of pace and lightens things up a bit between the more serious tasks of discussing
perspectives and conflict, and drafting thoughtful personal responses to the stories.
A third conclusion I reached after this intensive review of the first year’s
project was that I hadn’t completely succeeded in managing the interface between
studying the text as literature and studying it as a cultural construct. In focusing on
the cultural elements, I undervalued the literary features of character, setting and
conflict, which are key to the appreciation of literary narrative. Character and setting
happen to dovetail fairly neatly with the elements of Persons and Community on the
Cultural Analysis Model, so this coincidence is made explicit in the introductory
lessons to using the model. Missing from the original model, however, is the element
of conflict, which nevertheless required a more prominent place in our discussion. In
the second year’s application I superimposed the element of conflict onto the Model
by having learners draw colored arrows or some other icon to show where conflict
occurs – between individual “persons” for example, between one person and his
community, or between clashing perspectives. Focusing on this element has helped
learners understand more clearly how a story differs from other types of text. It also
highlights the conflicts inherent in cultures - in particular, the conflict between
conservative and reformist perspectives, between individuals embodying these
perspectives, and between individuals and their cultural community. This last point
links back to the themes of the project and is consistently addressed in both the
discussion and writing components of each cycle.
All these revisions have lengthened the class time necessary for discussion of
each story, but over the long term have reduced the time required for the whole project,
since there is more consistency from one cycle to the next and the time needed for
instructions and explanations is minimized. Once learners understand how to carry out
their roles and what steps are involved in each session (review, reading/viewing,
summarizing, questioning, and reporting), they can function with a high degree of
autonomy and efficiency.
12

Field-Testing Procedures
U

The 11th-grade classes I piloted the project with had already developed a
P

P

relationship with me and with each other in the 10th grade; they were familiar with my
P

P

preference for learner-centered, group-oriented activities, self- and peer-assessment and
two-directional feedback between teacher and learners. Monitoring learner response
through informal observation and verbal and written feedback was fairly straightforward.
In addition I kept a journal and recorded my observations and impressions after each
session. I also kept copies of learners’ written responses to each story (samples of which
are included in Appendix VI, p. 69) and examined them intensively to assess whether
cognitive and affective goals had been met. To determine the success (or not) of this
project, I looked specifically at the following elements:
Criteria for Assessment of the Project
•

Percentage of class time spent on task and breadth of participation in classroom
activities

•

Student willingness to persistently apply reading strategies to the text until
understanding is attained, demonstrated in timely and appropriate oral and written
response

•

Appropriate usage of target vocabulary and language structures in written work

•

Confidence in expressing personal views (without concern for what “they” want me
to say, or any “correct” interpretation), demonstrated in a variety of responses and
opinions.

•

Improved expansion and support of ideas and claims in writing

•

Reference to cultural concepts in written work: demonstrated sensitivity to other
cultural perspectives (i.e. willingness to withhold judgment pending investigation) in
written work

•

A demonstrated understanding of the 5-point model, shown in accurate completion by
learners of the graphic model in some form (either on the board, on worksheets, or on
posters) and in discussion
Over the summer following the first trial run, I synthesized and summarized my

notes, wrote up the first draft of the project, and identified areas where goals had not been
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met as well as recommendations for revisions. The lesson plans outlined below (Chapter
6) present these revisions as they were applied in the second trial of the project.
Outcomes
U

As mentioned above, several fundamental changes were made as a result of my
assessment of the first trial. To briefly reiterate, they include:
•

Developing a separate lesson to introduce the Cultural Analysis Model, rather than
integrating it discussion of the first text

•

Introducing the element of “Conflict” visually into the Cultural Analysis Model

•

Moving the application of the Cultural Analysis Model from the “Post-Reading”
stage of each cycle to the “During-Reading” stage

•

The application of formal discussion groups to each iteration of the cycle, rather than
just the final one (Whale Rider)
The changes itemized above have in sum the effect of making the project less

tightly structured but more learner-centered, less focused on the skill of reading but more
balanced in terms of involving all four skills. After having completed a second cycle of
the unit in another class, during which these modifications were applied, I find that the
gaps and inconsistencies identified in the pilot cycle have been largely addressed. In
particular, learner response to the expanded role of group discussion has been uniformly
positive.
One outcome I was surprised and pleased to observe was that, while each member
in a group had a rotating official role (“discussion leader”, “word expert”, “questioner,”
or “reporter”), during discussions the role of “reporter” was often further divided up so
that each member of the group had a chance to speak or present, however briefly, during
each turn. Learners who had been typically timid of speaking during full-forum wrap-up
discussions began to noticeably pick up confidence; specific tasks, such as illustrating a
scene or explaining the selection of a favorite passage, presentation of which could be
rehearsed in the small group, encouraged shyer learners to volunteer. Debate and
discussion of alternative interpretations within groups also improved learner willingness
to listen attentively to intra-group discussion. Withholding by the teacher of any
“authoritative” interpretation or even (initially) correction of language errors encouraged
14

learners to rely on each other, question and clarify each other’s responses, and reinforced
the value of their own individual and collective understanding of each story. These
outcomes have of course been long established as the benefits of any properly designed
cooperative learning activity and do not belong specifically to this project; I was very
happy to see these outcomes clearly emerging, however, as validation that this particular
sequence of activities does effectively integrate and apply existing teaching techniques.
All this demonstrates that learners made progress towards achieving one of
the goals of this project, namely “to appreciate how working together and sharing
ideas broaden and enrich an understanding of texts and ideas”. Working toward this
goal also helped learners meet the objective of developing “critical thinking skills,
expressed in progressively more sustained and sophisticated oral…” presentation.
Regarding written presentation, while learners listened respectfully to conclusions
presented to the class, they clearly felt free to use their individual post-story writing
tasks to express their own opinions without reference to those of their
classmates….One learner, choosing the task “letter to a character”, wrote to the
“Girl”: 2
TP

F
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“…now you are a lady and your appearance will be so important in the society,
so your behavior must be acceptable because you are not a child anymore. So
you must doing [sic] what she [the mother] wants without argument….”
In contrast, a classmate addressed the character of the mother as follows:
“To be a mother…is a duty that you must do in a good and respect way…and
what you did, its wasn’t true and its was a wrong way. It’s your “Girl” and
maybe you want to advise her and to mind her manner, but that didn’t justify
your way in speak.” [sic]
Some individuals recommended resistance to what they perceived as oppressive
customs:
“…you are cowardly because you didn’t do anything…don’t be afraid.”
Others advised submission:
“This is the society, she should to [sic] get along with it.”
These widely divergent responses express the confidence these learners had in the
value of their own perceptions, as well as their implicit awareness of different
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All quotes from learner written tasks presented here are from unedited first drafts.
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approaches to resolving the conflict between social expectations and individual
aspirations.
Another important goal was that learners demonstrate greater willingness to
consider the cultural perspectives underlying practices that repelled them at first. For
example, the practice of making matches between infants, presented in the excerpt
from The Joy Luck Club, was met with predictable scorn (in accordance with the tone
U

U

of the narration as well as their own inclination). Upon consideration of
“perspective”, however, one learner expressed awareness of both sides of the issue, as
well as the conflict between them:
“The people trust the matchmaker, it’s their special social issue, so they agree
in [sic] her job. This is in one side (people + matchmaker) but the other side
(girl + her mother) can’t say anything even though she hate it.”
During group discussion, another learner speculated that the definition of a happy
marriage in rural China might be one that provided economic security rather than
affection, and that by this criterion marriage into a wealthy family made sense. A
third learner echoed this idea in her written task:
“…when the river flooded our house, my father decided to separate me from
the family because of the hard and poor life we were about to live.”
The same willingness to sympathetically consider the influence of cultural
perspectives over individual behavior is reflected in this response to Whale Rider:
“We saw how Koru treat Pai very bad, that not because he don’t like her or
something like that he treat her bad because one of the taboos the girl can’t be
a leader and he saw how Pai insist to [word obscure] and Koru were afraid to
fail and broke the long line of great chiefs.” 3
TPF
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These insights all seem especially valuable to me because they emerged from
learner-led discussion, without any leading questions or content-specific feedback
from the teacher.
Regarding mastery of text-specific vocabulary, consistent use of the key terms
and concepts from each story was evident in the final written tasks regardless of
overall writing ability. For example, in an essay comparing her life with the “Girl’s”,
where the language of household chores was featured, one learner wrote:

TP
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This particular excerpt also shows how this learner at least didn’t allow inhibitions about her imperfect
command of the language to interfere with her insightful response to the story.
PT
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“The girl differ me in many subjects, the housework: she wash the clothes,
and cook the types of food, sew the dresses, and iron the clothes, all of this my
mother do it. The only function I do it to sweep the house, the marriage and
the [word omitted] for it of course differ…She learn her how to meet the man
but my mother and the girl of my culture didn’t do it. The common subject:
how to be social, how to smile to everyone I like him or I didn’t, how to eat in
a polite way, how to set on the table…to wash everyday and finally to be like
a lady….”
In her response to Whale Rider, another learner wrote:
“The whales… were with her, they were best friends!! And we all saw that
when Koru made a chant to call the ancestors, nobody follow him, then came
Pai and made a same chant, from a small heart came a poor words, and the
whales respect her chant and follow her.”
Finally, I’m convinced that this project helped my learners far along towards
the key goal of “developing their own voice for expressing their attitudes, values and
aspirations”; this excerpt from a written task (“diary entry for a character”) is not
atypical in its passion:
“I just want to say somethings [sic] to every parent in this world, ‘don’t oblige
your daughter to do something she doesn’t like to do, take my misery story
like an advice for you, let your daughter have the last word, because if she
doesn’t have you will kill her life, you will make her life like the hell’. I say
that because I don’t want this events recur with any girl in the world.”
Her classmate’s response reflects a similar conclusion, along with the “increased
awareness of cultural themes and commonalities across cultures” also set as a goal for
this project:
“It is right that the Maoris tribe is different from our life but we saw that we
share in somethings like the big problem which can be found in all the
cultures, “the choke of the girls” and forbidding them from doing what they
can do in a perfect way just because they are girls, I think this phenomenon is
widespread, and we must solve it by proving that we are strong and can do
things more than boys like what Pai did.”
Although she wasn’t required or prodded to do so, this learner used the opportunity
provided by Whale Rider and the other stories to notice patterns and make a strong
personal connection.
The writing tasks from which the above excerpts are taken were collected by
learners, along with work from other projects, into a personal portfolio covering two
years of English lessons (10th & 11th grades). Learners were asked to write a 3-5 page
P

P

P
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cover essay for their portfolios, in which they were free to comment on any and all
aspects of the program. 4 One learner’s summary of the Story as Culture project
TPF
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reflects her awareness of several key elements:
“…I was very happy when we start in this units because there are a hot
discussions in the class and the subjects…are very interesting that talk about
the community and traditions, and the conflict between the tradition and the
fact.”
Overall, as I review learner responses in terms of my initial goals and objectives, I’m
satisfied that these goals have in large part been met.
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Learners were told that fluency rather than accuracy was the goal of this task; no second drafts were
required and no marks were given.
PT

18

LITERARY TEXTS / CULTURAL THEME
While I am a relative late-comer to practice of integrating culture into the EFL
classroom, I’m aware that many if not most academic (rather than purely communicative)
curricula provide for this integration. The New Israeli Curriculum for English5 , with
TPF
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which I’m most familiar, does provide for cultural education (see Appendix V, p. 68) and
therefore, at least in theory, grants teachers license to spend precious classroom time
talking about the target culture. It also provides the vehicle or stimulus for introducing
culture – literature, which for me is the key, the link between cultural discovery and
language learning.
This decision begs the question, “what culture?” What aspects of whose Englishspeaking culture are valuable enough to devote a significant percentage of classroom time
to, in a challenging, test-focused teaching environment? The teacher’s culture? - (In my
case, the culture of white, middle-class suburban America.) Or colonial culture? - the
legacy of the historically close political ties between Britain and the English-speaking
world? Global youth culture? – the product of America's domination of the international
mass media, the outcome of which is that most of my teenage learners are as or more
familiar with Britney Spears and Leonardo DeCaprio than they are with Um Kulthoum or
‘Adil Imam? This decision is clearly key to both the success and validity of the project.
Different teachers in different contexts will answer such questions in an infinitely varying
number of ways, depending on immediate needs and goals.
In this case, in keeping with my goals of maximizing both learner engagement
with the material and the opportunities for a positive cultural encounter, and based also
on the simplistic assumption that a natural empathy exists between young women around
the world which could bridge the gap between cultures, I selected stories connected with
the theme of, loosely, Growing Up as a Girl. In particular, as can be inferred from the
learner responses quoted above, I was drawn to stories dealing with the conflict between
5

). The New English Curriculum is divided into four “domains”, each with its own sets of standards and
benchmarks, and in addition to “Access to Information” (reading and listening), “Presentation” (speaking
and writing), and “Social Interaction” (communicative skills), the curriculum includes the domain of
“Appreciation of Literature and Culture”. At present this curriculum only beginning to be reflected the
matriculation exams and has yet to be widely adopted into teaching practices, at least in my community.
TP
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girls' aspirations and the expectations imposed on them by traditional societies.
Considering my learners’ background, this preference may subject me to legitimate
criticism for cultural interference – that I'm trying to use English literature lessons as a
platform from which to impose values of American feminism and individualism on a
deeply religious traditional community. However, after serious reflection and two years
of making observations and collecting data, I’m convinced that this is not the case. The
other elements of the project outlined above, (i.e. Reader Response, “Literature Circles”,
analysis per the 5-point Cultural Model, assessment by portfolio rather than testing, etc.)
adequately ensure that the learners’ rather than the teacher’s perceptions inform the
discussion.
Selection and sequencing of the texts are critical to the success of this project.
Besides theme, the key factors I considered were length, linguistic difficulty, variety (of
genre, voice, cultural background, etc.), and the potential for emotional engagement. The
stories for which detailed lesson plans are included are:
“Girl” by Jamaica Kinkaid
A short excerpt from Amy Tan’s story “The Red Candle” (a chapter of The Joy Luck
Club)
Whale Rider (movie)
“Girl” is a short (one page) text that presents the Girl’s recollection of her
upbringing in a Caribbean community as a barrage of instructions and admonitions from
her mother.
The selection from “The Red Candle” is an elderly Chinese immigrant’s
recounting to her American granddaughter of how, as a small child, she was promised in
marriage to the spoiled son of a well-to-do family in pre-war rural China.
Whale Rider tells the tale of how a young Maori girl restores her community’s
faith in itself and its future through a mythical relationship with the whales that
symbolize her people’s heroic past.
In each of these stories, a girl finds her personal needs and wishes in conflict with
the expectations and traditional roles of her community, or some part of it. Through
reading, discussion, reflection, and the application of the 5-point model to each text,

20

learners learn about some traditional practices of different communities around the world,
consider what perspectives may underlie a community’s adoption of certain practices,
understand how the development of conflict and its resolution is central to story (plot),
study a character who finds herself for whatever reason antagonistic to the community’s
demands on her, and have the opportunity to compare and contrast the cultural elements
presented in the story with those of their own society.
While many of the language and vocabulary activities associated with each story
are interchangeable, I tried to let the story itself suggest appropriate pre-and post-reading
tasks. However, I believe that the activities presented are sufficiently varied and flexible
to be mixed & matched with any “story as culture” and adapted to any timetable. In both
classes where this project was carried out, analysis of these stories led to a rich, lively,
learner-powered discussion about the role and validity of tradition in shaping girls’ lives,
and how young women can find their own individuality and voices while remaining loyal
and useful to their communities.
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TEACHING STRATEGY: SEQUENCE OF ACTIVITIES
The overall plan for this project is a standard cycle of pre-, during-, and postreading/ viewing activities based on a series of stories. In addition to activities suggested
by the content and language of each particular story, a primary stimulus for discussion is
the Cultural Analysis Model introduced in the following section; this belongs to the
during- and post-reading/viewing stage of each cycle. Pre-reading/viewing activities
include some type of research activity to activate learner schema with regard to the
specific context of the story; during-reading/viewing activities involve intensive
interaction with the story including application and discussion of the Model; while postreading/viewing activities include summarizing/reviewing conclusions reached at the
various phases of the “during-“ stage, a vocabulary review activity, and a menu of written
activities designed to allow creative, reflective individual responses to the story. For
each story I tried to use activities suggested by the unique nature of the story itself; the
overarching theme, the overall sequence of activities, and the application of the Cultural
Analysis Model to each story, rather than a replication of specific activities in each cycle,
provide unity and continuity for this project.
The philosophy of teaching underlying the strategy is that extensive interaction
with the language on a deeply personal, emotional level, expressed in a variety of modes
and all four skills, will lead to long-term retention of language as well as have a positive
affective impact and improve motivation. This philosophy also accepts the premises of
Collaborative Learning, e.g. that tasks carried out in small groups will reduce stress and
risk, maximize the encounter of each individual learner with the material, and encourage
autonomy, mutual trust and self-confidence.
As applied to this project, this philosophy takes shape in the formation of
discussion groups for each cycle, which remain together from the pre- to postreading/viewing stage. Each member of the group, which optimally includes four
members, has a specific role or task for which she is responsible and for which she is
accountable to the other members to perform competently. 6 Within this framework, each
TPF
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For suggestions about roles and various ways to carry them out, see Daniels 2002 Chapter 7.
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group member supports each other to perform each task. Tasks vary from one story to
the other but all involve some kind of pre-story research, during-story analysis and
response, and post-story summary activity. At every stage, each group is required to
report out to, respond to, and discuss their ideas with the other groups. The teacher’s role
at all stages is to facilitate, trouble-shoot, monitor, stimulate discussion through openended questions, and capture learner responses; she should avoid suggesting
interpretations or opinions that learners might accept as “the authoritative version.” The
only exception to the group format is, if relevant, individual research in preparation for
the pre-story activity, and the final written activity.
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CULTURAL ANALYSIS FRAMEWORK
The model used to elicit and graph the cultural elements of the stories is adapted
Dr. Patrick Moran’s 5-point cultural model presented in his book Teaching Culture:
Perspectives in Practice. While I have taken great and perhaps inexcusable liberties with
both the geometrics and application of Dr. Moran’s model, it was the original spark for
this project and has remained a constant throughout it. The original model graphs the
five elements of culture as five points on a pentad, with all the elements in balance and
with no apparent hierarchy of importance (see Appendix I p. 46). In my adaptation the
four “P’s” are graphed onto a quadrilateral iceberg-shaped model (see Appendix I p. 47),
with “persons”, “products” and “practices” interchangeable on the three upper-most
points, but with “perspectives” consistently “under water”. This is in an attempt to
visually reinforce the idea that cultural perspectives are often hidden, even from the
community that shares them, and that some repeated diving may be required to discover
them. The “C” (Community) is represented as a circle around the four “P” points, to
show how a cultural grouping can be defined by its inclusion of certain persons, products,
practices, and perspectives. (The Circle also helps language learners remember the
C=Community element of the model.)
In his book Dr. Moran also introduces a cyclical process for cultural
investigations with four stages, namely “knowing about, knowing how, knowing why,
knowing oneself”, which are realized through the techniques of describing, experiencing
and practicing, and interpreting a cultural phenomenon, and finally evaluating it through
comparison and contrast with one’s own culture. I tried to follow this process implicitly
during this project, although since the cultural phenomena in question are presented
mainly through text, I felt the stages of pre-reading, during-reading and post-reading were
more suited for formally labeling the lessons. Where my outline deviates most
significantly from Dr. Moran’s is in the “knowing how” stage; since in experiential
learning models this stage is the most crucial to learning, its omission needs a brief
explanation.
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As mentioned previously my learners’ chief objective is to pass a challenging
exam of their English literacy, after which, at university level, their goal becomes
proficiency in International English and reading for academic purposes. As I see it, what
they most need to learn how to do is apply reading strategies and critical thinking to a
wide variety of texts and express themselves intelligently on a wide variety of subjects,
rather then develop proficiency in specific cultural practices such as greetings,
apologizing, negotiating, etc. The “how” in this case becomes how to recognize the
cultural features in a text, or how to appreciate a text as a cultural product, rather than
how to perform a particular cultural ritual.
Where the lesson plans presented here coincide with the four-stage cycle of
cultural investigation are in the “knowing about”, “knowing why”, and “knowing
oneself”. In theory at least, I see reading the text and plotting the “products”, “persons”
and “practices” as “knowing about”; the process of applying the 5-point model and
appreciating the text as an expression of culture as “knowing how”, plotting
“perspectives” as “knowing why”, and preparing the final written assignment or personal
response as “knowing oneself”.
During the first pilot of this project I had mixed results with the Model. After
assessing this experience, I identified three reasons for unsatisfactory achievement,
namely: failure to check that all learners sufficiently understood the distinction between
the various components of the model before allowing them to apply it independently; not
spending enough class time sharing and responding to group work with the model,
particularly the element of “perspectives”; and my failure to grasp at the outset the
important of balancing the paradoxical goals of encouraging personal response to
literature against a more detached investigation of culture. The implications of this
analysis have already been presented above in the “Process of Developing Lessons”
section.
Despite these drawbacks, however, I perceived in hindsight that the model, apart
from its ostensible purpose of organizing the elements of culture, serves as an invaluable
shield or deflector of the emotions stirred up by involvement with the stories. Since the
stories have been deliberately selected for maximum emotional impact, this is a vital
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function. During the pilot project, applying the model was the penultimate task of each
cycle, immediately preceding the learner’s individual written response to the text.
Reviewing the text one last time for elements to “hang” on the model, temporarily
reducing the characters and conflicts to figures on a geometric shape, tempered their
earlier responses of surprise, anger, amusement, frustration, etc., and enabled them to
think about the story more objectively. The model also has the advantages all graphic
organizers bring to a lesson in literature: allowing visual learners another way to view the
text, providing yet another opportunity to manipulate the language, and giving those
learners who are more analytical and less intuitive a chance to show their strengths.
None of these benefits are lost, I have since found, by moving the model forward
to the “During-Reading” stage of each cycle and referring to it more consistently through
the discussions. By its very nature the model requires learners to ask “why?”, to look for
connections, to step back from the words and form a more objective picture of what the
text presents. However, this blessing is mixed. No matter how much class time we had
available for discussion, it was never enough; while the model is simple in form, it is very
comprehensive, and never failed to elicit more suggestions and questions about the story
than we had time to deal with. As my learners and I repeatedly discovered, we always
had to “end at the beginning”. At this point, each learner has to find her own way and
answer individually the questions that most appeal to her.
One caution about applying the Culture Analysis Model to a unit on literature
is that learners should not come to equate literature with the model, or think of it as
the only way to view literature-as-culture. The teacher needs to emphasize at the
beginning of each cycle that that the model is simply one useful way to review their
interaction with the text; that many other models and approaches are available, and
that ultimately they are free to find their own approach to a text.
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MODEL LESSON: CULTURAL ANALYSIS FRAMEWORK
At the outset, it is very important to keep in mind that application of this
framework for analyzing culture shouldn’t confuse learners who are used to other
approaches to studying literature. Identifying the basic features of literature is not a
specific goal in this unit, although it is presumed that learners already have some
familiarity with them (i.e. theme, plot, characterization, setting, etc). However, it might
be helpful at the outset to explicitly compare the terms of literary analysis with the
components of the 5-point model and see where they overlap and where they diverge.
This would help both learners and teacher become more aware that they are looking at
stories from a rather different angle than the one they are used to. Learners should
clearly understand that during this project they are making trade-offs between looking at
a story as literature (analyzing character development, features of language such as
contrast, symbolism, imagery, etc) and looking at a story as a source of knowledge about
culture, and that for the present purposes they are focusing on the latter. To accomplish
this, the original Culture Analysis Model has been expanded to include as much literary
analysis as possible, such as graphing areas of conflict, so that use of the Model doesn’t
end up confusing matters and creating extra work for the teacher by forcing her to use
two parallel systems.
Introducing the Cultural Analysis Model
Materials: Black- or Whiteboard, chalk or colored markers, poster board or overhead
projector
Time Needed 7 : Approximately 2 class periods of 45 minutes each
TPF
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1. Introduction: Explain to the learners that they will be introduced to a series of
stories, and elicit from them other stories they have read in school and how they
approached them. Note student responses down on the board. Some of this
discussion may need to be in L1.
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The times specified are the minimum required; slower classes that need more dictionary practice and
processing time may need up to twice the number of lesson periods mentioned here.
PT
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2. Transition to the Model: Circle any responses you feel are most relevant to
subsequent discussion (character development, theme, learning about other people,
conflict or problems, sequence of events, etc.) and elicit or provide translations if
necessary.
Explain to learners that they will be looking at stories rather differently, in a way that
will focus on learning about the culture of the people presented in the story.
Optional: depending on the time available and the background knowledge of the
class, you may want to elicit elements of culture in a brainstorming session similar to
the one for literature.
3.

Introducing the Model: Explain or elicit the labels on the four “P” points
(Persons, Products, Practices, Perspectives). If dictionary skills are an objective,
have learners look the words up and identify the meanings appropriate to this
context. Elicit suggestions as to why “perspectives” are located below the
“waterline”.

4. Experiential Application: Have class choose a practice from their own culture
and identify in pairs the persons, products and practices associated with it; for
example, hosting a party, going to visit a bereaved person, etc. (see Appendix I, p.
49). Plot learner responses on the board or have a volunteer to do so. Leave
“Perspectives” for the next step.
5. Looking at Perspectives: Explain to learners that they will be going under the
surface of the things that are fairly easy to identify. Encourage them to look at the
reasons why these persons, products and practices are involved and not otherswhy, for example, they give money or coffee to a bereaved person and not flowers,
why they don’t wear make-up, why a formula different from the one used to greet
people on ordinary occasions is used, etc. Give time to learners to think and talk
over their ideas with their neighbor(s). Plot responses on the model.
6. Identifying Community: Ask learners to identify, in time and space, the
community that shares the four P’s, for example; are practices etc. the same from
family to family, from town to town, from one generation to the next, or are they
limited to a specific location at a specific time? Draw the Community circle
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around the four points already graphed and write or have a volunteer write the
definition of the community inside it.
7. Considering “Insider/Outsider” Perspectives: Have learners ask themselves if
any of the ideas graphed on the model might be hard for someone from outside
the community to understand. Offer suggestions if they have a hard time coming
up with ideas. Optional: You may want to illustrate this idea by drawing a person
looking in the mirror, and another person looking at her through the window; will
they see the same thing? Discuss.
8. Comparing Literary & Cultural Approaches: Go back to the list of features of
story and ask the Learners if they can see any items which can be compared with
items on the culture model. (Some possible answers: persons=characters,
community=setting) Some discussion may be necessary to clear up any confusion
about the differences and similarities between these concepts, perhaps in L1.
NOTE: Reiterate to learners that the cultural investigation model can be used to
look at any cultural phenomenon, not only stories, and that it is only one of many
ways to look at culture. Explain that the model is simply a tool to help identify
and analyze the culture embedded in a story, and that they are free to respond to
the stories in any other ways they feel comfortable with.

29

MODEL LESSONS: LITERARY TEXTS
Below are outlined in detail the revised lesson plans as they were implemented in
the second year of the project. These incorporate the modifications that I determined to
be necessary after an intensive review of the first pilot project.

“Girl”, by Jamaica Kinkaid
Grammar Focus: the language of instruction and command
Language Focus: phrasal verbs, selected vocabulary (i.e. household chores)
Theme/Cultural Focus: social expectations and the role of women
Required Background Knowledge: basic information about the geography and colonial
history of the Caribbean
Materials: Black- or Whiteboard, chalk or colored markers, poster board or overhead
projector. Optional: Atlas, photographs or PowerPoint slides of the Caribbean
Pre-Reading Activities:
Time Needed: At least 2 separate lesson periods (A few days of research are needed
between steps 1 & 4.) The lessons may be single (45 minutes) or double (90 minutes)
depending on pre-existing skills and learner processing time.
1. Establishing Personal Background Knowledge: Ask learners to keep a record of
“mother talk” for one week, in particular, examples of advice and command mothers
direct at their daughters. NOTE: This may be done in L1 and translated.
2. Introducing Formal Discussion Group Roles: Explain that, for group work with the
text, each individual will have her own responsibility for a specific task. Write the
words “questioner”, “word expert”, “discussion leader” and “reporter” on the board. 8
TPF

Brainstorm the job description of each in light of previous experience working in
groups. Write role responsibilities on the board. Important: Review the roles and
elicit examples of the work each role performs at the beginning of each session, until
learners become ‘fluent’ in this way of working and can function autonomously.

TP

8
PT

For more detailed instructions and amplification of this format, refer to Literature Circles.
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3. Forming Groups: Assign learners to groups of (optimally) four. 9 Each student
TPF
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chooses a role and writes her responsibilities down on a card to keep in her file,
on the understanding that if she finds the role incompatible she can swap with a
willing member of her team at any point during the project. NOTE: Depending
on learner feedback, these groups may stay together on a permanent basis for all
during-reading activities throughout all cycles of the project, or they may dissolve
and form new groups from one cycle to the next.
4. Sharing “Mother Talk” Research: Have learners share their findings with their
groups and prepare a list of jointly selected and edited examples for the ‘Reporter’ to
share with the whole class. Alternatively or additionally, ask learners to put their
examples up on the board or dictate them for the teacher to post.
5. Highlighting Vocabulary: Check for comprehension and discuss any new language.
Remind the “word experts” to keep a record.
6. Linking World Knowledge: Check for previous knowledge of the Caribbean and ask
how the climate and geography might affect the kinds of skills and advice girls need.
Discuss.
7. Pre-teaching Story Vocabulary (Optional: 10 ) Put up a “word rose” (“word splash”)
TPF
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of target or potentially problematic vocabulary on the board; check for previous
knowledge. Invite learners to write translations/synonyms on the board or dictate to
the teacher. Have learners use dictionaries to look up any unfamiliar words and
phrases. Encourage learners to make any connections between the new words and the
previous activity on the language of advice.
8. Listening to the Story (Optional): Read the text aloud; have learners listen and
share with their groups what they understood. Assign step 9 for Homework.

9

Note: I did this by handing each student a card in one of four colors as she entered the classroom.
Learners were allowed to form groups with any classmates holding different-colored cards, so that each
group had all four colors. This ensured some degree of randomness, but also gave me some control over
cliques, because learners tend to come in with and sit with their particular friends. Regular groups could be
broken up by giving their members different colored cards.
10
In a more self-directed class with more advanced reading strategies and dictionary skills, identifying
useful or potentially problematic vocabulary may be left to the “Word Expert”, with the support of her
group.
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During-Reading:
Time Needed: At least 3 class periods of 45 minutes each
9. Homework in Preparation for Group Discussion: Ask the learners to read the
text at home; each chooses five statements from the text that her mother would
never say to her. Tell learners that they need to prepared to explain her choices to
the group in the next session.
10. Sharing Responses and Practicing Roles: In their groups, learners share and
explain their choices of commands their own mothers would never say. During
this time, ask learners to review the text in any manner agreed on among
themselves: taking turns reading aloud, silent reading, or listening to a proficient
volunteer. Remind learners that the “word expert” is responsible for checking
meanings when differences in understanding occur and keeping a list of
vocabulary agreed on as necessary or of special interest. The “questioner”
suggests or records questions about the text that the group wants to ask the class.
The “reporter” prepares a summary of the group’s discussion and response to the
text, while the “discussion leader” keeps the group on task, monitors and invites
participation from all team members, and encourages use of English in the
discussion as much as possible. The discussion leader is also responsible for
reporting to the teacher and letting her know where the group is experiencing
difficulties, if any.
11. Sharing Responses Among Groups: Ask “questioners” and “reporters” to share
each group’s ideas and respond to other groups in turn. NOTE: Allow approx. 1520 minutes before the end of each lesson for reporting / sharing. Teacher
facilitates, trouble-shoots and elicits clarifications, but refrains from directly
answering questions or commenting on responses. Recommended: Keep a record
of unanswered questions or controversial conclusions to reintroduce at a later
session.
12. Connecting to the Model: Draw the cultural analysis model on the board and elicit
the labels for each feature from learners. Have the groups work together to fill in a
partially completed handout of the model (See Appendix II, p. 51.) In plenary, add
learners’ contributions for “products”, “persons” and “practices” to the model on the
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board. Discuss the teacher-provided “perspective” and ask learners whether people
from inside and outside the community might see things differently.
13. Adding “Perspective”: Ask learners to return to their formal discussion groups to
come up with at least one additional perspective and prepare to explain it to the class.
Questioners and Reporters share each group’s ideas and respond to other groups in
turn. Add learner-suggested “Perspectives” to the model on the board and record
questions to the side.
14. Identifying “Community”: Draw the “Community” circle around the four points of
the model already on the board and have learners do the same on their handouts.
Working together, identify the Community in time and space and agree on a label for
learners to add to their handouts.
15. Identifying “Conflict”: In their discussion groups, learners identify where any
conflict occurs between the elements marked on the model and prepare a summary of
their conclusions and any remaining questions for the other groups. Recommended:
Print up a summary of inter-group discussions, including conclusions and unanswered
questions, as a handout before assigning the final writing task.
16. Vocabulary Review – “Word Market”: Ask each learner to choose one word or
phrase from the text that she would like to “own” and , write it down on a card.
Optional: Learners may add a picture or symbol to help remember the word. Have
each learner visualize her card and say the word and its meaning to herself, then hand
it in to the teacher. Learners stand and form a circle; in order, each pronounces her
word(s) for the class, which is encouraged to call out the meaning. (Those who’ve
forgotten can request their card back from the teacher). Call out names in random
order, and encourage the group to call out the word which “belongs” to that person.
Alternative Vocabulary Review – “Word Jigsaw”: NOTE- this is appropriate
for a more sedate (less kinetic) or self-conscious class. Have each discussion
group prepare two copies of a list of ten words or phrases from the story that they
want to learn, with L1 translations. One copy is the “home” list; the other is the
“away” list. Each “Word Expert” will now “travel” to the other groups in turn,
teaching them those words which are not on their “home” lists. Each group will
“host” the other group’s Word Experts, while a volunteer for each group will add
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the new words shared by each Expert to their “home list”. At the end of the
activity each group’s list should be identical, although with the words in a
different order. The teacher can collect one or two samples to check, and type up
a list of the class’s “master list” to give out as a reference.
Post-Reading:
17. Written Homework: Have learners choose from a menu of personal-response
tasks, e.g.:
−

write a letter to a character (the mother or the daughter) or the writer.

−

write an essay comparing/contrasting the Girl’s life to your own.

− write a sequel to the text, explaining what you think will happen to the
girl when she grows up.
−

prepare a poster showing the mother and Girl at home, with written
commentary.

Optional: After editing, SS share (selections from) their work with the class by either
posting a copy on a bulletin board, reading aloud, etc., depending on the class’s regular
practice. The teacher might also want to use sample sentences for intensive grammar
work in a separate session.
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Excerpt from “The Red Candle”, The Joy Luck Club
Grammar Focus: recognizing the passive voice
Language Focus: the language of description (language of the senses), narrative tenses,
selected vocabulary
Theme/Cultural Focus: social expectations and the role of women
Required Background Knowledge: The existence of a significant Chinese immigrant
community in the US; the difference between the values of young and old, rural and
urban in all cultures; the difference between the Chinese zodiac / calendar and the
Western (shared by Arabs)
Materials: Black- or Whiteboard, chalk or colored markers, poster board or overhead
projector
Pre-Reading Activities:
Time Needed: Approximately 3 class periods of 45 minutes each. Learners will need a
day or two to do the research needed before beginning step 2.
1. Establishing Personal Background Knowledge: Have learners interview a
grandmother or other older female relative about engagement/marriage customs
when she was young. NOTE: This may be done in L1 and translated. Expect
Learners to come to class ready to report on their findings and compare notes with
their discussion group. 11
TPF

2.

FPT

Sharing Research with Discussion Groups: Ask learners to discuss their
findings with their groups. Remind them that the reporter for each group is
expected to share the group’s findings, e.g. the similarities and differences
between customs two generations ago and today. Alternative: Have each group
prepare a poster summarizing / illustrating its findings for the bulletin board.

3. Linking World Knowledge: Elicit background knowledge of zodiac to find out
what learners know about the zodiac in English, the degree to which they take it
seriously, who reads her horoscope, etc. Ask what they know about the Chinese
horoscope, if anything. Pass around copies of “The Chinese Zodiac: The Twelve
11

These discussion groups may include the same members as those for the previous cycle, or learners may
choose to regroup with different partners.
TP

PT
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Animal Signs” (see Appendix III, p. 54). Give learners time to find their sign,
compare notes with other group members, and register the idea that the Chinese
horoscope classifies people by their birth year, rather than their birth month, and
that therefore, in a typical high school class, the entire class shares the same sign.
Discuss their questions and responses.
4. Pre-Teaching Vocabulary (Short Excerpt: 12 - Appendix III, p. 59) Put a word
TPF

FPT

splash of target vocabulary from the text on the board 13 . Check for understanding.
TPF

FPT

Learners may use dictionaries to look up unfamiliar vocabulary. Brainstorm for
connections in light of preceding activities. Optional: Have the learners list the
items in their notebook in the order they appear in the text as you read it aloud.
5. Sharing Initial Impressions: Learners share what they understood from listening
to the story with their groups. Reporters share their group’s consensus with the
class.
Alternative - Introducing a Longer Excerpt: Read aloud as learners follow in the text
or assign the text to read at home. Ask learners to journal their responses, comments or
questions in preparation for group discussion during the following lesson. 14
TP

F

FPT

During-Reading:
Time Needed: At least 3 class periods of 45 minutes each
5. Working in Discussion Groups. Give the class time to review the text (or part
of it) in any manner agreed on among themselves: taking turns reading aloud,
silent reading, or listening to a proficient volunteer, and take notes on areas of
consensus, disagreement, and confusion. For this particular text, the “Word
Expert’s” role may be expanded to take note of language the group found
particularly interesting or challenging. Ask her to be ready to share the group’s
favorite passage from the text at the end of the session, and explain the reasons for
their choice.
12

For the pilot, I used only a three-page excerpt, which is reproduced in the Appendix. In the following
year I had a more advanced class and chose a longer, 10-page excerpt: the original three pages plus an
additional seven.
13
This activity is suitable for use with the shorter excerpt; for more advanced groups working with a longer
excerpt, vocabulary work may be left to the groups and particularly the holder of the “Word Expert” role.
14
This alternative assumes a more advanced class with more sophisticated note-taking skills. For more
information regarding Reading Journals, refer to Literature Circles.
TP

PT

TP

PT

TP

PT
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Optional: For a class requiring more in-depth work with the text, a group with a
preference for visual learning, or a class working with a longer excerpt, an
additional or substitute during-reading activity is to hand out a sheet or two of
poster paper to each group and have them illustrate a particularly vivid or
complex scene from the text. Present the poster(s) with commentary to the class.
7. Sharing Responses Among Groups: Encourage “Questioners”, “Reporters” and
“Word Experts” to share each group’s ideas and word choices and respond to
other groups in turn. Teacher facilitates, trouble-shoots and elicits clarifications,
but refrains from offering her own interpretations or commenting on responses.
Recommended: keep a record of unanswered questions or controversial
conclusions to reintroduce at a later session.
8. Applying the Cultural Analysis Model - Elicit from the class the shape and labels of
the model. Pass out blank photocopies of the model for them to complete
independently as they review the story. (See Appendix I, p. 47.) In their groups, have
learners complete blank handouts of the model for “products”, “persons” and
“practices”. Leave room for changes and additions pending full-class discussion.
9. Plotting Responses on the Cultural Analysis Model: Add learners’ contributions
for “products”, “persons” and “practices” to the model on the board or have
volunteers do so. Ask learners to identify and eliminate duplications. Elicit
significant items that may be missing. Give groups time to change their own copies if
desired.
10. Considering “Perspectives”: Ask learners return to their formal discussion groups to
come up with at least one “perspective” to explain the practices on their model and
prepare to share explain it to the class. Remind them to consider how people from
inside and outside the community might see things differently. “Questioners” and
“Reporters” share each group’s ideas and respond to other groups in turn. Teacher
adds perspectives to the model on the board and records questions to the side.
11. Identifying “Community”: Draw the “Community” circle around the four points of
the model already on the board and have learners do the same on their handouts. In
plenary, identify the Community in time and space and agree on a label for learners
add to their handouts.
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12. Identifying “Conflict”: In discussion groups, learners identify where any conflict
occurs between the elements marked on the model and prepare a summary of their
conclusions and any remaining questions for the other groups. Recommended: Print
up a summary of inter-group discussions, including conclusions and unanswered
questions, as a handout before assigning the final writing task.
13. Vocabulary Review – Focus on Adjectives: Ask the class to recall as many
adjectives from the text as they can without looking at it, and write them in a column
on the board. If they have trouble, give them 1-2 minutes to scan the text and try it
again. (Some possibilities: dry, obedient, colorful, sticky, watery, cloudy, etc. – See
Appendix III, p. 61.) In a parallel column list some of the nouns from the story
(prepare the list in advance - face, child, buncake, voice, wings, etc), and have the
groups work together to make as many combinations as they can.
Option I: Have learners scan the text again to identify which combinations
the writer actually chose. Discuss possible reasons for her choices.
Option II: Have groups create as many sentences as they can, using the
adjective-noun combinations within an agreed-upon time limit. Share
their favorites with the class.
Post-Reading:
14. Written Homework: Ask learners to choose from a menu of written tasks, e.g.:
Write a dialogue between your grandmother (or other older female relative) and
Lindo comparing their life experiences.
Write a letter to a character in the story
Write a sequel to the text.
Write an article on a social issue presented in the text.
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Whale Rider: Movie based on the book by Witi Ihimaera
Grammar Focus: Informal dialogue / dialectical differences
Language Focus: vocabulary, especially collocations
Theme/Cultural Focus: social expectations and the role of women
Required Background Knowledge: basic information about the geography and colonial
history of New Zealand, including the minority status of the aboriginal Maori.
Materials: Black- or Whiteboard, chalk or colored markers, poster board or overhead
projector; television + video or DVD player and recording of the movie Whale Rider; any
introductory text on the Maoris of New Zealand
Pre-Story Reading Activities:
Time Needed: At least 2 class periods of 45 minutes each
1. Linking World Knowledge: Distribute the text “Maoris”, from The Student
Discovery Encyclopedia (or any other suitable background text), explaining that it
provides background information important for understanding the movie they’re
going to watch. In Discussion Groups 15 , learners read it in any manner agreed on
TPF

FPT

within the group: taking turns reading aloud, silent reading, or listening to a
proficient volunteer, with the purpose of summarizing their understanding of
whatever portion of the text they manage to complete in the allotted time.
2. Sharing Comprehension Among Groups: Allow time for reporters to report
each team’s summary, questions and responses out to the class. Encourage other
teams to respond to questions or comments as their turn comes to report. Record
unanswered questions to recycle later. Debrief in plenary, time permitting.
Assign unfinished section of text as homework (this will vary from one group to
another) and complete in a subsequent lesson if necessary.
3. Preparing to Watch and Listen: Distribute the Movie Discussion Guide and
“Who Said What” worksheet (see Appendix IV, p. 65). Request that group
members maintain their roles as they preview these activities and direct any
questions about the instructions to the other teams as above.
15

These discussion groups may include the same members as those for the previous cycle, or learners may
choose to regroup with different partners.
TP

PT
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During Viewing
Time Needed: At least 5 class periods of 45 minutes each; Recommended: 3 double
lessons of 90 minutes each. (The movie is 110 minutes long.)
4. Transitioning Between Sessions: Give groups five-ten minutes to review their
worksheets, notes and vocabulary lists prior to each viewing session.
5. Suggestions for Viewing: Show the movie in 15-20 minute episodes. Try to end
each session at a dramatic moment. Allow one episode for a single lesson, two
for a double lesson. Ideally, a double lesson will progress as follows:
− 10 minutes – group review of notes from previous session
− 20 minutes – watch an episode from the film
− 10 minutes – group members discuss their impressions of the episode
and take notes on the Discussion Guide Worksheet.
− 20 minutes – watch another episode
− 10 minutes – groups take notes, prepare to report to class
− 15 minutes – groups report their responses & questions to class in turn
− 5 minutes – teacher summarizes & closes discussion.
6. Discussing Responses in Groups: Allow groups 10-15 minutes between
episodes to share their responses, impressions and questions among
themselves and take notes on their Viewing Guide.
7. Discussing Responses Among Groups: Allow the last 15 minutes before
the end of a double lesson for reporters to share out group responses to the
episode(s) viewed during the session. Encourage Questioners and Word
Experts to share and respond if time allows. Recommended: Type up
summary of conclusions & unanswered questions to hand out at beginning
of next session.
Post-Viewing
Time Needed: At least 2 class periods of 45 minutes each
8. Reviewing with the Model: Since the elements of the Culture Analysis Model
were built in to the revised Discussion Guide, constructing the graphic model in
plenary will serve as a review activity. Have groups build the model together by
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having a representative from each group put their ideas up on the board, then
compare notes, eliminate duplications, discuss and expand as necessary.
Alternatively, have the class brainstorm Practices from the movie in plenary, then
have each group choose one Practice to be ‘experts’ on. On a poster, encourage
learners to map the Products and Persons associated with the Practice, the
Perspectives underlying the Practice, and the Community which performs it, then
post for the class to review at leisure.
9. Compare notes and respond to any last questions.
10. Vocabulary Review – Word Associations. Post target words and phrases on the
board. (See Appendix IV, p.66 for suggestions.) In groups or pairs 16 , learners
TPF

FPT

determine three appropriate headings under which all the terms may be
categorized and copy each term into the most suitable category. Remind them
that they should be able to explain the reasoning behind their decisions. If time
permits, have volunteers read one of their lists aloud; the rest of the class figures
out how the words are associated.
11. Final Written Task - allow learners to choose tasks from a menu such as the
following:
− Write a letter to a character or the author.
− Write an essay about a social issue raised in the movie.
− Tell the story from a different point of view: e.g. imagine
that Nanny or Hemi is telling the story, for example, or a
newspaper reporter.
− Write a series of diary entries for one of the characters.
− Alternatively (particularly if this is the last story in the
project) assign a personal response paper. (See Appendix
IV, p. 67).

TP

16

Note: From time to time, and particularly during the vocabulary review when discussion and
interpretation aren’t involved, a change of configuration may be called for.
PT
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WHAT I LEARNED FROM THIS PROJECT
Looking back at this point over the whole experience of designing, reviewing, and
revising this project, I wish, as I have often found myself wishing over my teaching
career, that I could have skipped the first time around and gone directly to the second.
There was so much time wasted, so many snags that I failed to anticipate and that for
various reasons I failed to diagnose and rectify promptly, that it’s a wonder to me my
“guinea pigs” in the first round learned anything at all. They clearly did though. These
satisfactory results arise, however, principally from the encounter between excellent
writers and sensitive readers and thinkers; throughout the project my learners manifested
curiosity, enthusiasm and native wisdom, for which I can take no credit but for which I
never cease to feel profoundly thankful. These wonderful qualities were again
manifested in the second round, due to the same encounter, and enhanced, I hope, by the
ripening of this project through experience and reflection. This is what I principally
learned, or relearned more thoroughly, from this project:
Learners, given suitable stimuli and space, will learn in spite of their teachers. This
lesson was driven home by the first year’s experience with this project. Despite the
flaws in the initial design, which led to partial failure to achieve goals and which
became painfully apparent in hindsight, my review of learner tasks show that many
learners still engaged with the stories at a deep personal level, and that their ability to
express themselves, particularly in writing, improved measurably.
Learners, given a suitable mix of structure and flexibility, can be trusted to manage
their own learning and teach themselves and each other. Once learners mastered the
discussion format and understood what was expected of them, they never ceased to
amaze me with their dedication to the task, their sense of responsibility to the texts
and to each other, and the depth and breadth of their shared insights.
Careful selection of stimuli (texts, graphics, etc) and sequencing of tasks is essential
to achieve this mix of structure and flexibility. That the learners found the texts and
the Culture Analysis Model engaging and relevant was as apparent in the first year as
in the second; experimenting with the balance and sequencing of tasks to maximize
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this engagement helped achieve a format that left learners a great deal of freedom
within clear parameters.
Learners don’t need to be cajoled or pushed into reading or writing extensively if the
topic touches a nerve and if their individual perspectives are respected. While I can’t
claim a 100% success rate in getting learners to revise their written work, getting
them to prepare for discussions and hand in their initial responses to the readings on
time was never a problem, and their enthusiasm for the topic never waned.
Culture and literature provide an infinite source of nerve-touching topics. I only wish
that time and a test-oriented curriculum allowed us to work with more than three
stories in one school year.
Alternative assessment really works, although a teacher may need some courage to
rely on it. My learners’ confidence and ability to express themselves increased
significantly throughout the course of this project, although this was never measured
quantitatively through testing. When I stipulated that the final cover assignment for
their portfolio be at least three pages in length, no one expressed surprise or concern
about her ability to meet this requirement, and most of the class turned in complete
and well-organized portfolios on time, despite having to manage an intense exam
schedule. 17 However, I met some resistance by the administration, which was
TPF

FPT

concerned that the portfolio requirement would rob learners of time needed for test
preparation.
A project needs constant, ongoing review and assessment. In hindsight, I believe too
much of the overall project evaluation was left until the period immediately following
the first year’s pilot. However, a review of the second cycle (“The Red Candle”)
mid-year led to the elimination of the deeper flaws associated with that particular unit,
and to a much improved format for the third cycle (Whale Rider) which was
subsequently applied to the entire project the following year.
In line with this last point, I relearned that no matter how much thought and effort
we put into designing a project, in hindsight it will always look full of holes and beg for
improvement, and that there will always be room for improvement. I know that when I,
17

Only 2 of 28 pupils in the second-year class failed to carry out this assignment satisfactorily, although
when these girls first came into 10th-grade English, many of them had difficulty writing a coherent twoparagraph personal narrative.
TP

PT

P

P
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or anybody, run this project again, in the same or another context, it will ripen still further
and will again look inadequate from that future vantage point. At present, however, it
includes all the experience and wisdom that I can muster for this moment, and I will have
to be satisfied with that.
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APPENDIX I-A: Culture Analysis Model – Original Graphic
from Teaching Culture: Perspectives in Practice
By Dr. Patrick R. Moran

Products

Practices

CULTURE

Persons

Community

Perspectives
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APPENDIX I-B: Culture Analysis Model – Revised Graphic

Product

Person

Practice
Perspective
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L

APPENDIX I-C: Sample “Model Lesson”
Introducing the Cultural Analysis Model
U

U

Below are sample Learner responses; the topic was the pre-reading assignment for “Girl”

∗

Giving advice
/
Products
advice / with
Familyofmembers
instructions toThe∗language
formulas
for
instruction
daughters (“do’s & authority
∗ Giving
∗ The
daughters
don’ts”)

Persons
∗
∗

Family members with
authority
daughters

Practices
Perspectives
∗
∗
∗
∗
∗
∗
∗
∗
∗
∗
∗

Make parents proud
Conform to values (make us like them)
Show respect for others
Society doesn’t accept (a certain
behavior)
Learn from our mistakes
Protect us from danger
Want us to be good examples / models
We should serve the society / be useful
We should keep our good name /
reputation
Religion requires / forbids us
We need to be prepared for marriage
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Giving advice &
instructions to
daughters
(“do’s & don’ts)

APPENDIX 1-D: Sample “Model Lesson”
Introducing the Culture Analysis Model
Below are sample Learner responses; the topic was the practice of making ring-shaped
date cakes for ‘Eid.

Products

Persons

Practices
Perspectives

Female (extended)
family members &
friends
∗
∗
∗
∗
∗
∗
∗
∗

It’s a tradition
Dates are a traditional Arab food
Social/group activities are important
Women have a special role / special
skills
The Prophet set an example
Everyone makes the same thing
Tradition and religion are important
Unity / conformity is important
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Making date cakes
for ‘Eid
(holiday ritual)

APPENDIX II-A: “Girl” by Jamaica Kinkaid
Wash the white clothes on Monday and put them on the stone heap; wash the color
clothes on Tuesday and put them on the clothesline to dry; don’t walk barehead in the
hot sun; cook pumpkin fritters in very hot sweet oil; soak your little clothes right after
you take them off; when buying cotton to make yourself a nice blouse, be sure that it
doesn’t have gum on it, because that way it won’t hold up well after a wash; soak salt
fish overnight before you cook it; is it true that you sing benna in Sunday School?;
always eat your food in such a way that it won’t turn someone else’s stomach; on
Sundays try to walk like a lady and not like the slut you are so bent on becoming;
don’t sing benna in Sunday School; you mustn’t speak to wharf-rat boys, not even to
give directions; don’t eat fruits on the street—flies will follow you; but I don’t sing
benna on Sundays at all and never in Sunday school; this is how to sew on a button;
this is how to make a buttonhole for the button you have just sewed on; this is how to
hem a dress when you see the hem coming down and so to prevent yourself from
looking like the slut I know you are so bent on becoming; this is how you iron your
father’s khaki shirt so that it won’t have a crease; this is how you iron your father’s
khaki pants so that they don’t have a crease, this is how you grow okra—far from the
house, because okra tree harbors red ants; when you are growing dasheen, make sure
it gets plenty of water or else it makes your throat itch when you are eating it; this is
how you sweep a corner; this is how you sweep a whole house; this is how you sweep
a yard; this is how you smile to someone you don’t like too much; this is how you
smile to someone you don’t like at all; this is how you smile to someone you like
completely; this is how you set a table for tea; this is how you set a table for dinner;
this is how you set a table for dinner with an important guest; this is how you set a
table for lunch; this is how you set a table for breakfast; this is how to behave in the
presence of men who don’t know you very well, and this way they won’t recognize
immediately the slut I have warned you against becoming; be sure to wash every day,
even if it is with your own spit; don’t squat down to play marbles—you are not a boy,
you know; don’t pick people’s flowers—you might catch something; don’t throw
stones at blackbirds, because it might not be a blackbird at all; this is how to make a
bread pudding; this is how to make doukona; this is how to make pepper pot; this is
how to make a good medicine for a cold; this is how to make a good medicine to
throw away a child before it even becomes a child; this is how to catch a fish; this is
how to throw back a fish you don’t like, and that way something bad won’t fall on
you; this is how to bully a man; this is how a man bullies you; this is how to love a
man, and if this doesn’t work there are other ways, and if they don’t work don’t feel
too bad about giving up; this is how to spit up in the air if you feel like it, and this is
how to move quick so that it doesn’t fall on you; this is how to make ends meet;
always squeeze bread to make sure it’s fresh; but what if the baker won’t let me feel
the bread?; you mean to say that after all you are really going to be the kind of
woman who the baker won’t let near the bread?
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APPENDIX II-B:
Sample Culture Analysis Model for “Girl” – guided handout
U

Products
_________________
_______________

Practices

Persons
_________________
_______________

Perspectives
____________________
____________________
____________________
____________________
____________________
____________________
____________________
____________________

51

_______________
_______________

APPENDIX II-B: Guided Handout, page 2
Instructions:
1. Copy each item from the list below to the correct part of the Model
(above).
2. In your discussion groups, add at least one item of your own to each
section of the Model. (Note to teacher: There may be some discussion
about where each item belongs – for example, is “Sunday School” a
“product” or a “practice”?)
∗ Sunday School
∗ It’s important to know how to behave with different kinds of people.
∗

“wharf-rat boys”

∗ Walking “like a lady”
Possible Learner responses (all of these came up in my classes during
iterations of this cycle):
∗ Persons: the Girl, her mother
∗ Practices: making “doukona”, playing marbles, learning to do
housework, etc.
∗ Products: “benna”, pumpkin fritters, “good medicine to throw away a
child”, etc.
∗ Perspectives: “Nobody likes a slut”, a girl should know how to
conform to social expectations, it’s the mother’s job to teach these
expectations, etc.
∗ Community: Some parts of the English-speaking Caribbean
∗ Conflict: Between the girl and her mother, between what the girl
wants and what her community expects of her, potentially between the
mother and the community, if she failed to make her daughter conform,
etc.
52

APPENDIX II-C:
Sample Questions Prepared by Discussion Groups in Response to “Girl”
∗ Why do you forbid her to sing “benna”?
∗ What is the connection between ants and the okra tree?
∗ Why does she say “Put the white clothes on the stone heap” – does
this mean they’re poor?
∗ Why does she have to “walk like a lady” on Sunday?
∗ What’s the connection between “washing” and the days? (Why does
she “wash on Monday”?)
∗ What is a “wharf-rat boy”?
∗ Why must the girl do everything?
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APPENDIX III-A: Suggested Pre-Reading Text for “The Red Candle”

Chinese Zodiac
T

The 12 Animal Signs
T

T

Rat ( 1912 - 1924 - 1936 - 1948 - 1960 - 1972
- 1984 )
You are imaginative, charming, and truly
generous to the person you love. However,
you have a tendency to be quick-tempered
and overly critical. You are also inclined to
be somewhat of an opportunist. Born under
this sign, you should be happy in sales or as
a writer, critic, or publicist. Some Rats:
Charlotte Bronte, Truman Capote,
Catherine I, Mata Hari, Wolfgang Mozart,
William Shakespeare, George Washington.
Ox ( 1913 - 1925 - 1937 - 1949 - 1961 - 1973 1985 )
A born leader, you inspire confidence from
all around you. You are conservative,
methodical, and good with your hands.
Guard against being chauvinistic and
always demanding your own way. The Ox
would be successful as a skilled surgeon,
general, or hairdresser. Some Oxen:
Napoleon Bonaparte, Walt Disney, Clark
Gable, Richard Nixon, Rosa arks, Sylvia
Porter, Vincent Van Gogh.

54

APPENDIX III-A:
Suggested Pre-Reading Text for “The Red Candle”, page 2
Tiger ( 1914 - 1926 - 1938 - 1950 - 1962 - 1974 1986
You are sensitive, emotional, and capable of
great love. However, you have a tendency to get
carried away and be stubborn about what you
think is right; often seen as a "Hothead" or
rebel. Your sign shows you would be excellent as
a boss, explorer, race car driver, or matador.
Some Tigers: Judy Blume, Emily Bronte, Emily
Dickinson, Isadora Duncan, Dwight D.
Eisenhower, Mary Harris (Mother) Jones,
Barbara McClintock, Marilyn Monroe, Marco
Polo, Beatrix Potter.
Rabbit ( 1915 - 1927 - 1939 - 1951 - 1963 - 1975 1987 )

Dragon ( 1916 - 1928 - 1940 - 1952 - 1964 - 1976 1988 )
Full of vitality and enthusiasm, the Dragon is a
popular individual even with the reputation of
being foolhardy and a "big mouth" at times.
You are intelligent, gifted, and a perfectionist
but these qualities make you unduly demanding
on others. You would be well-suited to be an
artist, priest, or politician. Some Dragons:
Louisa May Alcott, Susan B. Anthony, Joan of
Arc, Pearl Buck, Sigmund Freud, Theodore
Seuss Geisel, John Lennon, Florence
Nightingale, Pat Schroeder, Mae West.
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APPENDIX III-A:
Suggested Pre-Reading Textfor “The Red Candle”, page 3
Snake ( 1917 - 1929 - 1941 - 1953 - 1965 - 1977 1989 ) Rich in wisdom and charm, you are
romantic and deep thinking, and your intuition
guides you strongly. Avoid procrastination and
your stingy attitude towards money. Keep your
sense of humor about life. The Snake would be
most content as a teacher, philosopher, writer,
psychiatrist, and fortune teller. Some Snakes:
Clara Barton, Liz Claiborne, Charles Darwin,
Mary Baker Eddy, Elizabeth I, Fannie Farmer,
Anne Frank, Mahatma Gandhi, Ellen Goodman,
Carole King, Martin Luther King, Abraham
Lincoln, Edgar Allen Poe.
Horse ( 1918 - 1930 - 1942 - 1954 - 1966 - 1978 1990 ) - Your capacity for hard work is amazing.
You are your own person-very independent.
While, intelligent and friendly, you have a
strong guard against being egotistical. Your sign
suggests success as an adventurer, scientist, poet,
or politician. Some Horses: Louisa May Alcott,
Chopin, Davy Crockett, Ella Fitzgerald, Aretha
Franklin, Sandra Day O'Connor, Rembrandt,
and Teddy Roosevelt.

Goat ( 1919 - 1931 - 1943 - 1955 - 1967 - 1979 1991
Except for the knack of always getting off on the
wrong foot with people, the Goat can be
charming company. You are elegant and artistic
but the first to complain about things. Put aside
your pessimism and worry and try to be less
dependent on material comforts. You would be
best as an actor, gardener, or beachcomber.
Some Goats: Rachel Carson, Michelangelo,
Mark Twain, Rudolph Valentino, Barbara
Walters, Orville Wright.
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APPENDIX III-A:
Suggested Pre-Reading Text for “The Red Candle”, page 4

Monkey ( 1920 - 1932 - 1944 - 1956 - 1968 - 1980
- 1992 ) - You are a very intelligent and a very
clever wit. Because of your extraordinary nature
and magnetic personality, you are always wellliked. The Monkey, however, must guard
against begin an opportunist and distrustful of
other people. Your sign promises success in any
field you try. Some Monkeys: Julius Caesar,
Bette Davis, Annie Oakley, Eleanor Roosevelt,
Betsy Ross, Diana Ross, Elizabeth Taylor, Harry
S. Truman, Leonardo da Vinci, Alice Walker.
Rooster ( 1921 - 1933 - 1945 - 1957 - 1969 - 1981
– 1993) - The Rooster is a hard worker; shrewd
and definite in decision making, often speaking
his mind. Because of this, you tend to seem
boastful to others.
You are a dreamer, flashy dresser, and
extravagant to an extreme. Born under this sign
you should be happy as a restaurant owner,
publicist, soldier, or world traveler. Some
Roosters: Virginia Apgar, Catherine the Great,
Amelia Earhart, Rudyard Kipling, Groucho
Marx, Peter Ustinov.
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APPENDIX III-A:
Suggested Pre-Reading Textfor “The Red Candle”, page 5

Dog ( 1910 - 1922 - 1934 - 1946 - 1958 - 1970 1982 )
The Dog will never let you down. Born under
this sign you are honest, and faithful to those
you love. You are plagued by constant worry, a
sharp tongue, and a tendency to be a fault
finder, however. You would make an excellent
businessman, activist, teacher, or secret agent.
Some Dogs: Cher, Winston Churchill, Bill
Clinton, Dorothea Dix, Benjamin Franklin,
George Gershwin, Jane Goodall, Herbert
Hoover, Shirley McLaine, Golda Meir, Lucy
Maud Montgomery, Socrates.
Boar ( 1911 - 1923 - 1935 - 1947 - 1959 - 1971 1983 )
You are a splendid companion, an intellectual
with a very strong need to set difficult goals and
carry them out. You are sincere, tolerant, and
honest but by expecting the same from others,
you are incredibly naive. Your quest for
material goods could be your downfall. The
Boar would be best in the arts as an entertainer,
or possibly a lawyer. Some Boars: Lucille Ball,
Ernest Hemingway, Mahalia Jackson, Albert
Schweitzer, Elizabeth Cady Stanton.
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APPENDIX III-B: Short Excerpt from “The Red Candle”
(The Joy Luck Club)
…the village matchmaker came to my family when I was just two years old. No,
nobody told me this, I remember it all. It was summertime, very hot and dusty outside,
and I could hear cicadas crying in the yard. We were under some trees in our orchard.
The servants and my brothers were picking pears high above me. And I was sitting in my
mother’s hot sticky arms. I was waving my hand this way and that, because in front of
me floated a small bird with horns and colorful paper-thin wings. And then the paper
bird flew away and in front of me were two ladies. I remember them because one lady
made watery “shrrhh, shrrhh” sounds. When I was older, I came to recognize this as a
Peking accent, which sounds quite strong to Taiyuan people’s ears.
The two ladies were looking at my face without talking. The lady with the watery
voice had a painted face that was melting. The other lady had the dry face of an old tree
trunk. She looked first at me, then at the painted lady.
Of course, now I know the tree-trunk lady was the old village matchmaker, and
the other was Huang Taitai, the mother of the boy I would be forced to marry. No, it’s
not true what some Chinese say about girl babies being worthless. It depends on what
kind of girl baby you are. In my case, people could see my value. I looked and smelled
like a precious buncake, sweet with a good clean color.
The matchmaker bragged about me: “An earth horse for an earth sheep. This is
the best marriage combination.” She patted my arm and I pushed her hand away. Huang
Taitai whispered in her shrrhh-shrrhh voice that perhaps I had an unusually bad pichi, a
bad temper. But the matchmaker laughed and said, “not so, not so. She is a strong horse.
She will grow up to be a hard worker who serves you well in your old age.”
And this is when Huang Taitai looked down at me with a cloudy face as though
she could penetrate my thoughts and see my future intentions. I will never forget her
look. Her eyes opened wide, she searched my face carefully and then she smiled. I could
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see a large gold tooth staring at me like the blinding sun and then the rest of her teeth
opened wide as if she were going to swallow me down in one piece.
This is how I became betrothed to Huang Taitai’s son, who I later discovered was
just a baby, one year younger than I. His name was Tyan-yu—tyan for “sky,” because he
was so important, and yu, meaning “leftovers,” because when he was born his father was
very sick and his family thought he might die. Tyan-yu would be the leftover of his
father’s spirit. But his father lived and his grandmother was scared the ghosts would turn
their attention to this baby boy and take him instead. So they watched him carefully,
made all his decisions, and he became very spoiled.
But even if I had known I was getting such a bad husband, I had no choice, now
or later. That was how backward families in the country were. We were always the last
to give up stupid old-fashioned customs. In other cities already, a man could choose his
own wife, with his parents’ permission of course. But we were cut off from this type of
new thought. You never heard if ideas were better in another city, only if they were
worse. We were told stories of sons who were so influenced by bad wives that they
threw their old, crying parents out into the street. So Taiyuanese mothers continued to
choose their daughters-in-law, ones who would raise proper sons, care for the old people,
and faithfully sweep the family burial grounds long after the old ladies had gone to their
graves.
Because I was promised to the Huangs’ son for marriage, my own family began
treating me as if I belonged to somebody else. My mother would say to me when the rice
bowl went up to my face too many times, “Look how much Huang Taitai’s daughter can
eat.”
My mother did not treat me this way because she didn’t love me. She would say
this biting back her tongue, so she wouldn’t wish for something that was no longer hers.
I was actually a very obedient child, but sometimes I had a sour look on my
face—only because I was hot or tired or very ill. This is when my mother would say,
“Such an ugly face. The Huangs won’t want you and our whole family will be
disgraced.” And I would cry more to make my face uglier.
“It’s no use,” my mother would say. “We have made a contract. It cannot be
broken.” And I would cry even harder.
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APPENDIX III-C: Vocabulary Review for “The Red Candle”
Instructions: Below are some adjectives used in the story “The Red Candle” (longer
excerpt). Check that you know the meanings. Assign at least one appropriate noun to
each. Then choose 10 adjective-noun combinations and use them in sentences.
Genuine

Slippery

Dusty

Giant

Watery

Stinky

Painted

Polite

Dry

Confused

Sticky

Heavy

Worthless

Useless

Precious

Muddy

Cloudy

Unlivable

Blinding

Terrible

Spoiled

Uncomfortable

Obedient

Noisy

Sour

Determined

Modest

Fine

Ugly

Narrow
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APPENDIX III-D: Sample Learner-Generated Questions
about “The Red Candle” (longer excerpt)

NOTE:
• The answers to these questions may not be found in the text as it has
been given to you.
• You may not agree with the assumptions embedded in these questions.
1. How did the girl get to the U.S.?

2. Is it true that Americans don’t keep their promises?

3. What’s the connection between the Chinese and the Japanese?

4. Why is there a match between a poor family and a rich family?

5. Why do families engage their children for marriage at such a young age?

62

APPENDIX IV-A: During-Story Discussion Guide for Whale Rider
Cast of Characters (Persons):
− Paikeia (“Pai” for short): – the heroine and narrator:
(Note - “Paikeia” is the name of the tribe’s first chief, and the traditional
name for a chief’s first-born son.)
− Nanny: the grandmother
− Koro: the grandfather and leader of the community
− Porurangi: Pai’s father
− Rawiri: Pai’s uncle (her father’s brother)
− Uncle Rawiri’s girlfriend
− Hemi: a classmate
− Two of Nanny’s friends
− Various schoolchildren and members of the Maori community
Plot: list briefly the main events of the story

Climax (The key event that all the action is moving towards):
Products: What have these people created, what do they use that’s unique and special to
them? List as many as you can.

Practices: What behaviors or rituals do these people practice that are unique and special
to them? List as many as you can.

Perspectives: What reasons can you suggest as to why these people have created the
products and practices that you listed above?
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APPENDIX IV-A: During-Story Discussion Guide for Whale Rider, Page 2
Community: How would you define the community that is linked together by the
products, practices, and perspectives that you listed above?

Conflict(s): What conflicts between the people and elements listed above is the story
based on? How do you explain these conflicts?

Connections: (with other stories or movies you’re familiar with, or personal experience)

Personal Responses: What questions do you have? What do you notice? What
surprises you? What upsets you? What do you like or dislike about the movie / story?
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APPENDIX IV-B: “Who said what?” Listening Activity
Instructions: Here are some excerpts from the dialogue of the film. Write down the name
of the character who said each one.
Quotation

Speaker

“What’s done is done.”
“You acknowledge your granddaughter!”
“This little one’s going to need someone to look after her.”
“You can’t just pretend it didn’t happen!”
“When we weave together the threads of Paikeia, we are
strong”
“We’re expecting a child.”
“She’s of no use to me!”
“He’s looking for something that doesn’t exist.”
“A prophet, someone to lead our people out of the darkness.”
“That’s when things went wrong for us.”
“You’re a girl: go to the back.”
“Does Koru know about this?”
“He called on the ancient ones for strength, but they didn’t
listen.”
“You’ve got the blood of Moriwa in your veins.”
“It wasn’t her fault.”
“This will be a test of your spirit.”
“Do you want me to fail?”
“I come from a long line of chiefs, stretching all the way back
to the Whale Rider…but when I was born, I broke the line.”
“He had no reason to live anymore.”
“If the little one wakes up, I’m going to give up the smokes.”
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APPENDIX IV- C: Vocabulary Review for Whale Rider
(Suggested vocabulary for “Word Category” activity)

Fault

leader
generation

speech

go wrong
first-born

privilege

weave

carve

obligation

enemy

ancient
spirit

trouble
ancestors

fail

battle

warrior
apologize

blood / bleed
tooth

make a

prophet

chant

thread

chief

win a trophy

whale

contest

tribe

canoe

call on

give up
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tide
instrument
blame

APPENDIX IV-D: Guidelines for the Written Response to Whale Rider
Write at least THREE (3) complete pages discussing your personal response to the
story, as presented in the movie. 18
TPF

FPT

You may write whatever you want AND/OR choose among the following:
•

Explore what you like about the story or what interests you most.

•

Explore what you don’t like or don’t understand about the story.

•

Relate your own experience or background knowledge to the story.

•

Explore what you find significant about the story.

•

Explore connections with other stories that you have read or that we have
read together in class.

Feel free to use your notes from the group discussions, ideas from the discussion
guidelines worksheets, or questions raised by the class.
Sample Learner-generated Questions:
•

Why is Koru looking for a prophet?

•

What is the relationship between Pai and the whale?

•

Why does Koru treat his granddaughter this way?

•

What’s the connection between the whale’s tooth and the
grandfather?

•

What does Koru mean by “the others will follow”? (When he says
“If we can get this one into the water, the others will follow.”)

•

Where did the whale take Pai?

•

Why did Pai’s father (Porurangi) come back with his new wife?

•

Will Pai become like the other girls in her life?

NOTE: you will get a complete mark for the writing assignment (100) if your
discussion is thorough, thoughtful, and well organized. You will not lose marks
for grammar or spelling mistakes

TP

18
PT

These questions originate in an activity from the course “Teaching the Four Skills”, at SIT.
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APPENDIX V: Benchmarks – New Curriculum for English (Israel)
Appreciation of Language - Levels of Progression
Foundation Level
Pupils appreciate that
languages are different.

Intermediate Level
Pupils are aware of how
English differs from their
mother tongue.

Proficiency
Level
Pupils gain insight
into the complexities
of languages.

Pupils will meet the standard for Benchmarks for the Domain of Appreciation of
Literature and Culture when they:
Foundation
Intermediate
Proficiency
are familiar with ageappropriate literary
texts

recognize the use of basic
literary techniques, such as
metaphor, and apply them
in creative writing

recognize the use of literary
techniques in a variety of
genres

describe main
characters, setting and
events in literary texts

discuss themes and
conflicts in literary texts

interpret literary texts

communicate a
personal response,
verbally and/or
visually, to a literary
text

express ideas and opinions
about literary texts

compare and contrast literary
themes and relate to them from
a personal perspective

are aware of the social and
cultural framework within
which the literary texts
were written

are aware of the author's
background and the cultural,
historical and/or social themes
in literary texts or other cultural
products

compare different cultural
practices, behaviors and
traditions with their own

are aware of how cultural
practices are reflected in
various literary and cultural
products

are familiar with
different cultural
products and
practices

68

69

